The purpose of this study is to examine the teaching perspective of pre-service Physical Education teachers in Shanghai, China. The Teaching Perspectives Inventory instrument (Pratt, 1998) was used to collect data from 158 pre-service teachers. Descriptive data showed that pre-service teachers exhibited a common pattern of at least one or perhaps two dominant teaching perspectives. They attached importance to student affective development, but paid less attention to the change of society and student thinking. A series of univariate analyses of variance revealed that the scores of the female teachers on Nurturing were significantly higher than those of the male teachers. Although study levels had no significant effect on teaching perspectives of pre-service teachers, a slight increase in the mean scores of Transmission and Social Reform perspectives was observed in first-year to fourth year pre-service teachers. Finally, a significant correlation among several perspectives was observed. Using the findings as bases, we provide implication for the improvement of teaching perspectives.
Introduction
Numerous studies have revealed that teaching is a complex and challenging filed (e.g., Kent, 2000; Rust, 1994) . In exploring the complexity of teaching, researchers have noted that beliefs and perspectives play a critical role because they are recognized as important mediators of teaching behaviours (McNeil, 1990) . They form the rationales that determine, in part, how practical educational decisions are made by teachers (Eisner, 1992) . Given the importance, a growing number of scholars have shifted their focus from instructional strategies and teaching behaviours to perspectives, beliefs or value orientation on teaching that prompt teachers to use instructional strategies and exhibit certain behaviours in recent years (Clarke & Jarvis-Selinger, 2005 ; Jarvis-Selinger, Collins & Pratt, 2007; Rovegno, 2003) .
In the Physical Education (PE) domain, although the theoretical framework and curriculum provide general directions for teaching, freedom is provided to PE teachers to make a significant number of important educational decisions. These decisions include what content to teach, how to teach it, and the extent to which the content will be learned by students (Behets & Vergauwen, 2004; Ennis & Chen, 1995) . Due to the common assumption that the decisions teachers made are based on a set of educational perspectives or value orientations (Eisner, 1992; Pajares, 1992) , many researchers addressed the importance to study PE teachers' thinking and beliefs on teaching and have conducted a considerable amount of research on this issue (e.g., Behets, 2001; Behets & Vergauwen, 2004; Ennis & Chen, 1995; Solmon & Ashy, 1995; Tsangaridou, 2008) . Despite of this, Stran and Curtner-Smith (2009) revealed that very little work on pre-service teachers' perspective or beliefs on teaching has been carried out. To bridge research gaps, this study focused on pre-service teachers and adopted a theoretical framework on teaching perspectives (Pratt, 1992; Pratt & Associates, 1998; Pratt, Collins, & Selinger, 2001) and Teaching Perspective Inventory (TPI; Pratt & Associates, 1998) to investigate pre-service teachers' perspectives on teaching.
Teaching Perspectives
The theoretical framework of teaching perspectives has been described and investigated intensively by Pratt and his colleagues (Pratt, 1992; Pratt & Associates, 1998; Pratt et al., 2001 ). Teaching perspective is defined by Pratt and Assocaites (1998) as what we "do as teachers and why we think such actions are worthy and justified" (Pratt & Assocaites, 1998; p.10) . Many researchers have attempted to conceptually define and empirically document teaching perspectives (e.g., Fox, 1983; Pratt, 1992) . These studies have shown a surprisingly high level of correspondence in identifying qualitatively different perspectives. Pratt and associates (1998) reviewed thirteen relevant studies and found five substantively different views of teaching in higher education, namely, transmission, apprenticeship, developmental, nurturing, and social reform. Each perspective is further defined as:
Transmission perspective emphasizes that effective teaching requires a substantial commitment to the content or subject matter. According to this perspective, teachers' primary responsibility is to present the content accurately and efficiently and "good teachers take learners systematically through a set of tasks that lead to mastery of the content. They are clear and convey that enthusiasm to their students (Pratt et al., 2001, p.3) (ii) Teaching from an Apprenticeship perspective is directly associated with real setting of application. It assumed that learning is facilitated when students "work on authentic tasks in real settings of application or practice…when both teaching and learning are rooted in the doing of work, not just in talking about it" (Pratt et al., 2001, p. 3).
(iii) The Developmental perspective addressed that effective teaching must be planned and conducted "from the learner's point of view" (Pratt et al., 2001, p.4) . Thus, teachers must understand how their learners think and reason about the content.
(iv) According to the Nurturing perspective, effective teaching is a long-term, hard, persistent effort to achieve that comes from the heart, as well as the head; hence, good teachers "care about their students, promote a climate of caring and trust, help people set challenging but achievable goals, and support learners' efforts as well as their achievements" (Pratt et al., 2001, p.4) .
(v) From a social Reform perspective, effective teaching seeks to change society in substantive ways. Therefore, teachers should awaken students to "values and ideologies that lie hidden in texts and common practices [and] challenge the status quo to encourage students to consider the ways in which they and their [students] are positioned and constructed within particular discourses" (Pratt et al., 2001, p.4) .
A few studies have been conducted to examine the teaching perspective of pre-service and in-service teachers using the Teaching Perspectives Inventory (TPI) in educational and PE research area (Courneya, Pratt, & Collins, 2008; Clarke & Jarvis-Selinger, 2005; Deggs, Matchtmes, & Johnson, 2008; Ha, Butler, Pratt & Collins, 2008; Jarvis-Selinger et al., 2007) . Jarvis-Selinger et al. (2007) surveyed 356 pre-service teachers seeking secondary teaching certification. This group of pre-service teachers completed TPI on line. Findings revealed that Nurturing was the most dominant and Social Reform was the least dominant perspective among those participants involved in the study. Furthermore, results showed that perspectives on teaching vary across disciplinary majors. For example, Pre-service teachers preparing to teach in social studies, language arts and home and technical sciences were significantly higher on Social Reform higher than those in the life sciences or math/science. Pre-service teachers in both life sciences and math/sciences scored significantly higher on the Transmission perspective than did people in language arts, expressive arts, home and technical science. Meanwhile, gender differences were also found in this study, which is that women's Nurturing scores showed significantly higher than men's. The TPI was also used by Ha et al. (2008) to examine the beliefs, intentions and actions in teaching and the relationship between pre-service PE teachers' TGfU learning and teaching experience and their teaching perspective. Three cohorts of pre-service teachers (N=56) were surveyed in the study by Ha et al. The findings indicated that out of the scores on five perspectives, those of Nurturing scores were generally high for all three cohorts whereas Social Reform and Developmental scores were generally low. Moreover, their belief scores were also higher, although these Beliefs did not appear to translate clearly into Intention or Actions. Moreover, the study also revealed that pre-service teachers who had greater exposure to TGfU together with more actual teaching experiences had stronger teaching perspectives as well as stronger Beliefs, Intentions, and Actions over time.
China Context
In recent years, the PE curriculum in China has undergone tremendous changes. The syllabus Program of Basic Education Curriculum Reform (trial) was issued in 2002. The objective of the new PE curriculum is to broaden the development of students from the skills domain alone to include the psychomotor, cognitive, and affective domains. Five issues, namely, the sports participation, technique development, physical and mental health, and social adaptability of students are addressed in the new curriculum (Chinese Ministry of Education, 2002) . . In the meantime, the student-centered teaching is addressed in the new PE curriculum.
With the innovation of PE curriculum, many Chinese researchers suggested that the old teaching perspectives of PE teachers should be changed to be inline with the objectives of new PE curriculum in order to implement the new PE curriculum effectively (e.g., Shi & Huang, 2006; Wang, 2004) . For example, Shi and Wang (2006) suggested that PE teachers pay more attention to student creativity and problem solving. However, few studies have investigated the teaching perspectives of PE teachers in China using the survey or interview format. Furthermore, little is known about whether the teaching perspectives of PE teachers are consistent with the direction of the innovation of the PE curriculum. To these ends, a pilot survey was conducted in this study and aims to (i) examine the dominant teaching perspectives of pre-service teachers, (ii) explore the effects of gender and study levels of pre-service teachers on differences in teaching perspectives, and (iii) examine the correlations among the five teaching perspectives of pre-service teachers. The study is expected to provide direction and basis for the professional development of pre-service teachers, and offer support for the implementation of a new PE curriculum in China.
Research Method

Participants and Procedures
A cross-sectional research design was adopted by colleting TPI data from four pre-service teacher cohorts. A total of 158 PE majors at Shanghai University of Sport (M= 86, F= 72) responded to this survey. The age of the respondents was between 17 and 23. They were composed of 4 cohorts: (1) The first group was 1st year student (N=48) who have not taken any pedagogical course and have no any experience of teaching. Thus, their teaching perspectives are based on their prior learning experience of PE as pupils at elementary and secondary schools; (2) The second group was 2nd year student (N=38 )who had completed two pedagogical course "Theory of Sport Pedagogy" and "Educational Theories", but had no any teaching experience; (3) The third group was 3nd year students (N= 34) who had completed the course of "Theory of Sport Pedagogy" and "Educational Theories" and also had no any teaching experience. However, they completed the other course "Elementary and Secondary School PE Pedagogy"; (4) The fourth group was 4th year students (N=36) who had fulfilled 4-month teaching experience at primary or secondary schools.
The survey was administered in the fourth quarter of 2010 in Shanghai. Surveys were distributed by PE faculty in each of their classes in three universities. Prior to the conduction of the survey, pre-service teachers were told not to complete the survey if they had received it in other classes. Pre-service teachers were assured that participation was voluntary and the confidentiality was guaranteed. And then, the Consent Form and the TPI were then distributed to the pre-service teachers who volunteered. The participants were read the instructions and then directed to complete the TPI together with brief demographic and background information (e.g., teaching or training experience, the pedagogical course they took, age, sex, and grade). The instrument was collected by the faculty immediately after each participant finished. After that, the information of each survey was filled into the online TPI by the primary investigator and a student research assistant.
Instruments
The TPI, which is a 45-item instrument, was adopted to examine the teaching perspectives. The 45 items in the instrument are grouped into three sets of 15 items and are related to the beliefs of teachers on the fundamental principles of teaching and learning, their intentions and how they organize the learning situation, and their actions within the teaching setting. These items yielded five perspectives on teaching from each pre-service teacher. A six-point rating scale that ranges from "strongly disagree" (1) and "strongly disagree" (6) or "never" (1) and "always" (6) was used. More than 3000 respondents from a wide range of professions have completed the TPI. The analyses of their responses confirmed that the five TPI scales have factorial integrity and demonstrate both test-retest and interitem reliability (Pratt and Collins, 2000) . The TPI showed early internal consistency (Cronbach's alpha) averaging about 0.80 with smaller and homogeneous samples (Pratt & Collins, 2000) and about 0.71 with the current large and heterogeneous groups. Test retest reliabilities were also calculated for a 182-person sub-sample of people who had taken the TPI more than once. Test retest reliabilities for each of the perspectives were Transmission = 0.81, Apprenticeship = 0.88, Developmental = 0.85, Nurturing = 0.92, Social Reform = 0.82, with an overall reliability of 0.80. For the current work, the TPI was translated into Chinese in accordance with the translation-back-translation procedure.
Data Analysis
Descriptive statistics was adopted to describe the teaching perspectives of the pre-service teachers. Statistical data were obtained by calculating the raw scores for each perspective (ranging from 9 to 45 points) and then comparing the means of each perspective score to determine perspective dominance. A perspective is considered dominant if its score is one or more standard deviations above the means across the five perspectives for each teacher, whereas a perspective is considered recessive if its score is one or more standard deviations below the means across the five perspectives for each person. The frequencies and percentages of each perspective were calculated for descriptive purposes. Furthermore, multivariate analysis of variance (MANOVA) was performed with the five teaching perspectives as dependent variables and demographic data (gender and study level) as factors to examine the main effects of the independent variables on teaching perspectives. For significant MANOVAs, univariate follow-ups were adopted to determine significant differences in the teaching perspectives as a function of gender and study levels. Finally, correlational procedures were used to test the relationships among the five teaching perspectives.
Results and Discussion
Dominant and Recessive Teaching Perspectives
As Table 1 suggests that of the 158 pre-service teachers involved in this study, 62 respondents (39.2%) had a singularly dominant perspective, 80 respondents (50.6%) had a combination of two dominant perspectives, and 16 respondents (10.2%) had no dominant perspectives. Moreover, 65 respondents (41.2%) had one perspective that was clearly recessive. Approximately 90 people (56.9%) had no distinguishable low scores and only three respondents (1.9%) had two such low-scoring perspectives. The pre-service teachers exhibited a common pattern of at least one or perhaps two dominant teaching perspectives and no distinguishable recessive perspective. These findings are different from those obtained by Deggas (2008) , who noted that majority of pre-service teachers in the U.S only had one singular teaching perspective, indicating that the teaching perspectives of pre-service teachers in China may be more diversified than those of teachers in the U.S. On the other hand, the results of this study are consistent with the new concept of PE, recently introduced in curriculum innovation in China. the traditional concept of PE was limited to fitness perspectives alone. In the beginning of 2000s this single vision of learning goals was broadened to the concept of fitness, health, cognitive and affection (Chinese Education Ministry, 2002) . The new PE concept was introduced to pre-service teachers through various pedagogical courses included in PETE programme, which have effect on the development of pre-service teachers' teaching perspectives (Solmon & Ashy, 1995) .
Among all dominant teaching perspectives, Nurturing ranked the highest (51.3%). By contrast, only 25 (15.8%) and 22 (13.9%) exhibited Developmental and Social Reform perspective as the dominant perspectives respective, which are the least frequently dominant perspective. Similarly, Development (13.9%) and Social Reform (15.8%) were the most commonly recessive among the five perspectives, whereas Apprenticeship was the least commonly recessive (1.9%). These findings indicate that the pre-service teachers involved in this study strongly believed that "Effective teaching assumes that long-term, hard, persistent effort to achieve comes from the heart, as well as the head" and that they paid less attention to "changing society" and student thinking. These observations are partially in line with previous findings (Ha et al., 2008) , which showed that Nurturing was the single most common dominant perspective and Social Reform is the least frequently dominant perspective for pre-service teachers in Hong Kong. This indicates that the teaching perspectives of pre-service teachers in common cultures are similar. On the other hand, the new PE curriculum emphasized the importance of affective development in students, an issue previously ignored. From this standpoint, the teaching perspective of pre-service teachers is consistent with the principles of PE innovation. However, the low scores for Development showed that teacher-centered strategies still dominate PE teaching in China. The new PE curriculum suggested that student-centered approach that characterized by active learning and student involvement be implemented in PE teaching. The findings of the current study revealed that this aspect of this concept has yet to be elaborated. Moreover, pre-service teachers did not assimilate Social Reform as the dominant perspective. This result is not surprising for pre-service teachers who lack teaching experience with actual settings as they still lack the capacity to recognize the connection between society and teaching.
Gender Differences
There were 72 female and 86 male participants who responded to the TPI. Results from the MANOVA indicated that there is significant differences in the five perspectives by gender, F =2.53, P=0.04. The follow-up univariate test results revealed that the Nurturing perspective contributed to the significant difference (See Table 2 ). The Nurturing scores for the female participants (M=36.44, SD=3.30) were significantly higher [F (1,156)=4.82, p = .03] than those of the males (M=33.73, SD=5.25), indicating that compared with their male contemporaries, female pre-service teachers were more concerned with student affective performance and tended to establish a learning environment that is based on care, encouragement, and trust. This is consistent with the literature on the feminization of teaching (Bradley, 1989 ) that has occurred in recent decades and where women are more sensitive and patient and therefore viewed as especially suitable for teaching (Johnson, 1989) .
Differences among Study Levels
Pre-service teachers with different study levels showed a slightly different pattern in their teaching perspectives. Although results from the MANOVA indicated there were no significant differences in the five perspectives by teaching experience, F =2.06, P=0.07, the mean scores on Transmission and Social Reform perspectives increased from the first to the fourth year pre-service teachers (See Table 3 ). This indicates that a slight increase in the subject knowledge of pre-service teachers and a positive change in their attitude towards the "teaching changes society" perspective after completing a series of relevant pedagogical courses and gaining teaching experience. The research results in the present study proved the earlier findings that pedagogical courses in teacher education program had a positive impact on pre-service teachers' beliefs and value orientations (Ashy & Humphries, 2000; Solmon & Ashy, 1995; Timken & Mars, 2009; Xiang, Lowy & McBride, 2005) . The findings are encouraging in light of the efforts of PE teacher educators to develop advocacy for quality PE pedagogical courses and teaching practicum among pre-service teachers.
Correlation among the Five Perspectives
The correlations among the five teaching perspectives for pre-service teachers are presented in Table 4 . The correlation matrix indicated a significant correlation (.34, p<0.05 and .77, p<0 .01) among Apprenticeship, and Development, and Social Reform. Additionally, a significant correlation was observed between Development and Nurturing (0.61, p<0.01). This indicates that pre-service teachers who believed that theory should be connected to practice tend to support the student-centered teaching style and the perspective that teaching changes society. Pre-service teachers with a student-centered teaching style also tend to support the perspective that teachers should be concerned with the affective development of students. The findings reflect that teaching perspectives influence one another and that these perspectives of do not exist independently. Thus, to improve the teaching perspectives of pre-service teachers, a comprehensive consideration of the five perspectives is needed.
Conclusion and Implication
The descriptive analysis of the teaching perspective profiles indicates that the teaching perspectives of pre-service teachers are transforming from a singular to a more diversified pattern. Furthermore, the majority of pre-service teachers tended to be concerned about the affective development of students but still adopted teacher-centreed instruction and did not support the viewpoint that teaching changes society. Therefore, we suggest that more training programs on the new PE curriculum be offered to pre-service teachers to enable them to gain a better understanding of student-centered teaching. More opportunities should be provided to pre-service teachers to afford them considerable exposure to society and help them improve their recognition of the connection between teaching and society.
A significant difference in the affective perspectives of male and female pre-service teachers was observed. However, although no significant differences in the five teaching perspectives were observed among four cohort pre-service teachers with different study years, a tendency for the Transmission and Social Reform perspectives to increase from the first to the fourth year pre-service teachers was found. This may be related to the pedagogical courses that they took and their teaching experiences. Therefore, we suggest that the pedagogical curriculum in PE departments in Shanghai be strengthened (for example, update teaching materials).
Furthermore, more teaching opportunities should be offered to pre-service teachers to facilitate changes in their teaching perspectives.
The findings indicated a significant correlation among Apprenticeship, Development, and Social Reform, and between Development and Nurturing. Therefore, to promote the professional development of pre-service teachers, the comprehensive and similar development of all the five perspectives is needed. 
